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ABSTRACT 



Undertakings to improve teacher education in Poland have 
taken on these three main directions, with quality as the priority: (1) a 

system for accrediting higher schools (academic institution quality) ; (2) new 

regulator for standardizing the program of studies (program quality) ; and (3) 
system for teachers' progressive qualification and development (teacher 
quality) . Under conditions of the school -dominant system for vocational 
education, in-enterprise practical professional development for instructors 
has not been developed. The education macrosystem has no subsystem for 
educating vocational school teachers. Teaching personnel have opportunities 
for further or continuing education, but their ability to take advantage of 
them is seriously limited by insufficient budgets of state education 
institutions and high fees of all market-oriented forms. Poland has no 
national research and development research institute for vocational 
education. Higher education institutions offer master's, engineer's 
vocational, and licentiate studies. Reform trends in directed studies are 
breaking down of studies' organizational curriculum rigidity and a departure 
from the narrowly defined and specialized directions of studies in favor of 
broad-profile studies. There is no tradition or practice of joint operations 
between educational bodies and commercial entities in vocational school 
teacher education. A transformation of teacher education is vitally needed; 
responses to the necessity of reform are merely partial. (Contains 32 
footnotes.) (YLB) 
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THE EDUCATION AND PROFESSIONAL DEVELOPMENT OF 
VOCATIONAL EDUCATION TEACHERS 

By 

KRYSTYNA ZIELINSKA 



1. Basic itifprmation concerning teacher education 

'■••Issues, vCentajsdv .mound teacher education occupy one of the places in the forefront of the 
debates about education which have been going on in Poland in recent years. The main reason 
for this is obvious. Social transformations and educational reform have bounded ahead and 
require changes in teachers’ responsibilities and motivations as well as their engagement in 
and authorship to educational transformations. However, there is also a second reason for the 
broad discourse. Progress in modernising endeavours undertaken in general schooling and 
vocational education increasingly shows that teacher education is not good and that it is not 
able to meet the challenges posed by education reform in its present form. 

Teacher training is not good in the macro dimension - its system, its organisation and its 
administration - in the intermediate scale - its institutions, its education model, its curricula - 
and in the ensuing micro scale - the education people receive. It is necessary to here uncover 
the faces of teacher education and professional development which have already been made 
public in the basic outline of an OECD report. The opinions which are expressed therein 
reflect the major voices in scholastic and educational circles’ discussions, in advisory bodies 
to the education ministry and in social policy. Those critical positions usually speak generally 
about teacher education, which will be put here into concrete form relating to the realities 
facing vocational school teachers’ education and professional development. 
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And so, in bullet points, the following are why teacher education is not good: 

• The education system for teachers of vocational schools is “atomised” - over thirty higher 
institutions run such education, each of which is autonomous; there is insufficient inter- 
co-ordination and only elements of quality assurance. 

• Teachers are taught by quite academic higher education institutions whose orientation 
leans towards theory and knowledge while suffering from a shortage of practice and skill. 

• Educational profiles have been and continue to be too specialised and persist in single- 
subject teacher preparation. 

• The program for teacher training is effectively an add-on component in that psycho- 
pedagogical education is “tacked on” to education in one branch of knowledge either 
simultaneously or subsequently. 

• The education model for a teacher is excessively “technological.” He or she is saturated 
with a good knowledge and proficiency in teaching while being underprovided with 
competence in innovation and communication, in skills relating to creating a learning 
environment and in promoting learners’ development. 

• Teacher education has a one-phase organisation and does not include an education cycle 
for when teachers are at the beginning of their working career nor at its further stages, 
which is anti-motivational and does not encourage professional development and does not 
serve the requirements of quality assurance. 

• Professional development for teachers of vocational schools is poorly developed and 
drawn mostly on “intraeducational” links involving underdeveloped specialist centres and 
a concurrent lack of structure in the economy. This state, in the face of the speed of 
changes in technology and employment, is a threat to the quality of vocational education. 



According to widely held beliefs, teacher education is in need of repair. A diversity of work 
around this challenge has been grafted into some institutions - in higher education 
institutions, in the Main Council for Higher Schooling, in the Council for Teacher Education 
and in the ministry of education. 

Current undertakings have taken on three main directions and have quality as their priorities. 
A system for accrediting higher schools (priority: academic institution quality) is under 
preparation and implementation. A new regulator for standardising the programme of studies 
is being introduced in stages (priority: quality of programmes). A system for teachers’ 
progressive qualification and development during their working career will be a component of 
the prepared overhaul to the education system (priority: quality of teachers). These reform 
activities will be addressed in the appropriate parts of this paper. 

The subject of this report is, as formulated by its sponsors, the organisation of vocational 
education and training teachers’ and trainers’ education. For an understanding of the language 
and substance of this report, it is necessary to clarify Polish categories of learners in the 
vocational education system. That system has a basically in-school character and employs the 
following categories of people, who all have the formal status of teacher, in its vocational 
training component: 

1 . teachers of general education subjects 

2. teachers of the theory of vocational subjects 

3. teachers for the practical teaching of a vocation. 

The second and third groups of people have been given a common title - teachers of 
vocational subjects. 

Teachers of general subjects are not a topic of this paper. However, it is important to mention 
that general education is of high importance and has a large contribution to make in the 



accepted model for vocational education and thus teachers of general education subjects are 
nearly as many in number as teachers of vocational subjects. 

Alternating education (in-school - in-institution) plays a principal role in vocational education 
alongside that of an in-school organisation of teaching, for which the following category of 
teaching staff functions: instructor of practical vocational education in workplaces (in short: 
instructors of a vocation.) 

The structure of this paper, as specified by its sponsors, anticipates the identification of 
institutions operating in the following three possible links in teacher education: 

• initial education, 

• professional development, as understood by training at the teacher’s workplace and at the 
teacher’s side, 

• continuing education. 

That has brought on a serious problem, as in Polish realities all those forms of education and 
training that take place following a teaching student’s initial education are termed (with great 
unclarity) “teacher professional development.” This lumps together such disparate things as 
counselling at the workplace and doctorate studies. Components of both elements 
(professional development and continuing education) are at work under our domestic realities, 
but combined together and furthermore placed under the structure and operating statutes of the 
primary institutions operating in this area - local (voivodeship) institutions for teachers’ 
professional development. 

That means that one can say that in educational practice both elements of teachers’ further 
education are functioning, but are structurally, institutionally and operationally 
undifferentiated and are both joined under the name “teacher professional development.” This 
report will likewise consider them jointly. 
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Higher academic institutions are the places of vocational school teachers’ initial education. 
Teachers of vocational subjects are mostly educated in technical, agricultural or commercial 
higher academic institutions as well as (to a small extent) in medical academies and higher 
schools of the arts. Such higher academic institutions are higher schools whose main role is to 
run academic research and education in branches of knowledge. Teacher training is one of 
many tasks performed by those institutions. 

Teacher education is run in 17 technical, 8 agricultural and 4 commercial higher education 
institutions. As the largest class of initial education institutions, HEIs will be the subject of 
this paper. 

Teachers with teaching diplomas from higher education institutions teach theoretical 
vocational subjects most of all but are sometimes teachers of practical vocational education 
and in-enterprise instructors. 

Up to the beginning of the nineties an institution for initial education, called the pedagogical 
technical studium, was functioning in secondary schooling. It systematically prepared people 
to become teachers of practical education in a vocation. 

Following the liquidation of that structure, a gap in initial education arose. What has been and 
still is a typical path for instructors of education in a vocation is currently the route toward 
becoming a practical vocational education teacher and is as follows: a vocation taught in a 
technical or vocational school ^ internship in a vocation pedagogical preparatory courses 
in the continuing education structures. 

When approaching issues concerning teacher professional development, it is necessary to 
remember that teacher education is single-phase and contains no obligatory and regular forms 
of teacher further development and education. 
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The current system of teacher professional development contains the following structures: 
The Central Centre for Teacher Professional Development (CODN) whose governing 
organ is the Ministry of National Education. The CODN carries out central duties 
connected with teacher professional development, runs and co-ordinates Poland-wide 
projects in that field and completes tasks assigned to it by its parent ministry. 

Local Institutions for teachers professional development which are run by kuratoria. They 
serve teachers employed in public schooling and teachers of those vocational schools 
which come under the supervision of the minister of education. That structure supports a 
large community of teachers and operates on the level of the 49 voivodeships and whose 
links are the Voivodeship Methodological Centres or other, differently named, centres 

which are in charge of similar duties (they will be called hereafter by their Polish 
acronym, WOM). 

' Bmnch Institutions that support teachers in vocational schools which come under the 
authority of other ministries (agricultural, forestry, transport, medical, social work, artistic 
and non-civilian schools). The organisation of teacher professional development in these 
schools remains the responsibility of their respective ministries. Branch centres participate 
m the fulfilment of this task (depending on the infrastructure of the department) and are of 
various types, have varying fields of operation and can be more or less focused on 
teachers’ professional development. Centres for teacher development, centres for the 
development of human resources and research and development centres provide assistance 
in this. The National Centre for the Professional Development of Agricultural School 
Teachers located in Bnvinow and the Centre for Medical Education in Warsaw are 
exemplary branch centres for the professional development of teachers. 



Tasks underlying teacher professional development are currently taken on by a network of a 
new kind of institution - Centres for Praetical Education (CKP). These centres have been 
being established since 1996 to raise the quality of practical vocational education. Most of all 
it is practical education for pupils from the regional network of vocational schools that is 
organised in the CKPs. Specialised teacher training is also supposed to be conducted 

alongside those centres. Those duties have only just been taken up and are not yet far 
reaching. 

There are no other institutions functioning in the system for schooling, higher schooling and 
continuing education which have charged themselves with the duty to organise vocation 
school teacher development in their statutes. 

Opportunities for training, education and further education are created by the open market for 
educational services and have been addressed by a multitude of public and private entities. 

Under the conditions of the school-dominant system for vocational education , in-enterprise 
practical professional development for instructors has not been developed. There are no 
regular solutions wh,ch can ra.se the quality of the instructors and in-enteiprise training in this 
area. Vocational training opportunities on the free market have been offered mainly by 

Enterprises for Professional Development (ZDZ) as well as to a small extent by Craftsmen’s 
Chambers. 

Offers directed at teachers are most of all comprised of studies in higher schools. Teachers 
have access to supplementary master’s studies (for people with vocational school diplomas), 
post-diploma studies as well as doctorate studies. 
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The market for educational services has opened a broad opportunity for participation in 
specialist training sessions run by a grand variety of private organisers. Due to the vocational 
profile of vocational school teachers, training courses offered by vocational associations 
having a long tradition are of particular importance. Such associations are the NOT Federation 
of Scientific-Technical Associations, which unites 30 branch associations representing all 
fields of technological applications and the Polish Economic Society which is concerned with 
the commerce and trade field. 

Course prices which are prohibitively for teachers are a barrier to the exploitation of the wide- 
ranging supply of continuing education possibilities. 

Before drawing quantitatively a picture of teachers’ education and professional development, 
it is necessary to show the breadth of general problems affecting the qualification of 
vocational schooling teaching staff. As making matriculation-level education in secondary 
schools more common is a priority goal, educational policy is strengthening the trend of and 
demands that teachers be graduates of higher schools. The education vocational schooling 
teachers tend to have received strays substantially from those expectations. Whereas 87.6% 
of teachers working in secondary and post-secondary vocational schools have graduated from 
higher education, a notable problem exists in basic vocational schools where 66.5% of 
teachers have earned higher education. 1 

Likewise, not all teachers possess the required pedagogical qualifications; this situation has its 
roots in the faulty educational organisations found in higher academic institutions, which offer 
elective (optional) pedagogical preparation to potential teachers. This problem is particularly 
pervasive amongst part-time teachers of vocational subjects, who represent a large component 

Statistical data is from Teachers in the 1996/97 School Year , CODN, Warsaw, 1997 



of the vocational schools’ staffing (20 822 people) and have higher, education in a particular 
direction (major) (92%) usually in conjunction with parallel practical experience, which is a 
great boon, but who in large part have not gone through pedagogical preparatory course (25% 
of part-time teachers). Just under 5% (4.5%) of full-time vocational subject teachers (49 420 
people in total) who are graduates of higher education do not have pedagogical qualifications. 
The age break-down of vocational schooling teachers is also problematical. The vocational 
schooling faculty is ageing as a result of a low in-flow of young teachers. The main group of 
vocational subject teachers are members of the 41-50 year old age bracket, and their education 
they received in their direction happened more or less 20 years ago meaning their professional 
and specialist vocational knowledge requires indispensable renovation, it is for this that there 
is a huge need for vocational professional development. 

National educational statistics do not keep track of teachers’ general education and 
professional development. In both of these educational fields there is no collection of 
statistical data, so there are no data connected with the education and professional 
development of teachers of vocational subjects. The selected, and rough information presented 
has been gleaned from other sources. 

A 1995 questionnaire-survey conducted at the behest of the Central Methodological Centre 
for Teachers’ Studies at the WSP in Cracow collected only available, quantitative data about 
teachers’ education in technical, agricultural and commercial higher academic institutions. In 
the 1995/96 academic year there were the following numbers of participants in teacher’s 
qualification-bound pedagogical education: in technical higher academic institutions: about 
3000 people, in agricultural ones - about 1500 individuals and in commerce-oriented ones - 
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980 people. 2 

Teachers’ profess 10 nal development is, numerically speaking, a great unknown. Partial 
information was deduced from the EWIKAN system for teaching staff records which is kept 
by the Ministry of National Education and is further worked on and published by the CODN. 
The attention of those bodies is narrowly concentrated on further education for teachers, 
which means in mostpart on the raising/supplementing of the education of teachers who do 
not possess full qualifications. Of a total of 49 420 full-time vocational subject teachers, 3 297 
people (6.7%) are going through a course of studies (teachers’ college - 103 people, higher 

vocational - 844, master s 1790, post-diploma leading to additional specialisations - 432, 
other studies - 128 people). 3 

EWIKAN does not monitor the currant teachers’ participation rate in vocational professional 
development apart from very general and unclear information about teachers’ completion of 
further education or vocational professional development over the course of their whole 
vocational employment. Data on full-time vocational subject teachers are contained in the 
following list , and they should be seen in light of the previously emphasised needs for 
vocational professional development 

• Post-diploma studies leading to additional qualifications 

• Professional development post-diploma studies 

• In-course forms leading to additional qualifications 

• Other forms of professional development lasting over 100 hours 

• Shorter forms of professional development 



1342 people 
2336 people 
867 people 
382 people 
6414 people 



H ^‘r 0 H them T eetm8 ° f thePeda8 °8 ical Educational Unit in Technical, Commercial and Agr.cultural 
Higher Academic Institutions of 18 March 1997, a document of the Central Methodological Centre for 
Teachers Studies at the Higher Pedagogical School in Cracow 

4 Statistlca l data from: The Teacher in the 1996/97 School Year, CODN, Warsaw 1997 
ibid. ’ 
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If the total number of participants in professional development (11 341) are compared to the 
number of full-time teachers of vocational subjects (49 420), one would find that further 
education and professional development were taken up by merely 23% of teachers in the 
course of their vocational employment. 

A similar quantitative indicator of equally alarming conclusions comes from a survey done 
among CODN course participants. For the 81% of vocational subject teachers who took part 
in the training sessions, the course offered by CODN was the only offer for professional 
development in the space of their whole vocational employment. 5 

Despite their sketchy character, the selected numerical data show that teachers’ professional 
development is in a state of substantial underdevelopment. 

Of all vocational subject teachers, 3827 have a specialist vocational level that was earned 
within the functioning of that system. One of the conditions for the qualifying procedure is 
here the completion of a form of vocational professional development (at First or Second 
Level) which is in keeping with the teacher’s direction of specialisation as well as the 
teacher’s either raising of his vocational qualifications or his achievement of a licence in 
another speciality (Third Level). The First Level vocational speciality has been earned by 
1923 teachers of vocational subjects, 1750 people have earned the Second Level of vocational 
specialisation and 1 54 people have achieved the Third Level of specialisation. 6 
1. Legal, financing and administration bases 

Institutions of initial education - higher academic institutions operating on the basis of the 
Higher Schooling Act are, as said before, higher schools of an academic character and are 

3 E. Goliriska: The System for Teachers ’ Professional Development In Comparison to the Responsibilities It Has 
Been Set by the Reform of Vocational Education, The Information Bulletin of the Central Methodological 
Centre for Teachers’ Studies at the Higher Pedagogical School in Cracow, nr. 1 1/198 
6 Teachers in the 1996/97 School Year, CODN, Warsaw, 1997 

O 
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state-owned. The Minister of National Education supervises technical, agricultural and 
commerce higher schools. The higher academic institutions enjoy, thanks to the Higher 
Schooling Act, a wide-ranging autonomy and so the influence of the Minister of Education 
on what they teach is very limited. The minister may act on questions which are basic to 
education only through the agency of the Main Council of Higher Schooling - the 
representative organ for higher schooling. 

The Main Council, on the request of the minister or on its own initiative, regulates the 
framework conditions for education, i.e. sets out: 

• The names of directions of studies; 

• The conditions which the higher academic institutions are to meet in order to create and 
run a direction of studies; 

• The minimum curriculum requirements for individual directions of studies; 

• The conditions which the higher academic institutions should meet in order to be grant 
vocational titles. 

The autonomous governors of the higher academic institutions define: 

• Curricula and timetables for the studies; 

• The form the studies take: master’s (unified two-phased), vocational (engineers, 
licentiate), supplementary, post-diploma; 

• The form of studies; day, evening, weekend, distance; 

• The conditions for student recruitment to the studies; 

• Number of enrolees per direction or speciality; 

• requirements connected with internships done as part of studies; 

• requirements connected with the thesis and final examination. 

The creation of the curricula is internally decentralised in higher education institutions and 
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delegated out to units running education in given directions of studies, i.e. faculties, 
institutions or other structures. 

The mentioned higher education institutions, as state higher schools, are maintained from 
public financing. A portion of their resources come from non-state budget sources and of 
these some are earned from fees for out-of-school forms of studies. 



Institutions for teacher development function on the basis of the Education System Act and 

act as supporting ties in the education system. A decree by the Minister of National Education 

on institutions for teachers' professional development is the particular basis for their 
operation. 

Institutions wh.ch come directly under the ministry of education play a principle role in the 
system for professional development, i.e.: 

• local institutions for the professional development of teachers ( WOM); 

• the Central Centre for Teacher Professional Development 

Detailed issues of this report, which are numerous and very particular, will be focused on 
these institutions for teachers’ professional development. 

The kurator is the organ charged with running voivodeship centres for teacher professional 
development. That entails that the kurator establishes, runs and maintains using public funds 
(through a Ministry of National Education subsidy) as well as oversees the centre. 

The kurator's greatest responsibility with which he regulates the operation of a WOM under 
his jurisdiction is in granting the institution's statute. On the basis of a framework of 
suggestions included in a decree of the minister of education, the state sets out the goals and 
duties of the institution, the scope of the duties of its director, administrators and other 



employees who have a defined role in the institution. The statute also details how the 
institution is to be organised. 

The kurator, while overseeing the institution, has influence over its operation, including 
programmes and methods used for professional development. The kurator can have the 
institution take on particular tasks arising from regional educational needs. The kurator can 
call into being a Curriculum Council, which is an organ designed to pass recommendations 
and advise the director of the institution. As well, the Curriculum Council jointly works out 
the core operation of the institution, thus the range of the kurator’s influence is large. 

WOMs, in spite of the influence their overseeing bodies can exert, have a significant degree of 
autonomy in their statutory operations giving their directors a wide range of authority and 
independence. It is up to them to hire the staff, administer the finances, decide on the 
directions of operation, set the work schedule for the centre, approve courses and programmes 
and finally to supervise and evaluate the personnel. 

Schedules and programmes for professional development are given shape by 
workshops/teams which organise and run given fields of operations within the institution. The 
programmes of courses are created by either of two ways - internally, by the institutions own 
employees, or by external executors of the courses. 

The Central Centre for Teacher Development is an institution that has been called into being 
by and remains under the supervision of the Minister of National Education, who also 
maintains it financially. It functions under a basically legally analogous framework (act and 
decree) to that of local centres; thus the above distinguished basic operating principles are 
applicable to its structure also. 

The statute granted by the minister of education and the standing according it as a national 
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institution allow the institution much autonomy and a disperse breadth of duties. Its nation- 
wide scale of operations, built up through international co-operation, also implies the notable 
independence of the institution. 

By means of direct ties with the Ministry of National Education, the central centre is a joint 
participant in the shaping of policy for teachers’ professional development, furthermore it 
takes on and promotes the priority directions of teacher professional development in local 
WOM institutions connected with reformatory tasks in education and, as such, in vocational 
education. Besides this, it runs some Poland-wide forms of teachers’ professional 
development connected with reform. The CODN enjoys independence in all its core 
functioning operations and so develops the conceptions, schedules and methods of its own 
operation, creates as well as contracts out for training programmes, is an organiser of courses 
and finally certifies their completion with the appropriate certificates. 

CODN is an organ within the system for awarding vocational specialisation levels to teachers 
(which is a right and not obligation for teachers), whose procedures are run - alongside the 
central level - on the voivodeship and intervoivodeship level in local institutions for teachers’ 
professional development. 

3. The status of teacher educating institutions and their support network 
There is no subsystem for educating vocational school teachers in the education 
macrosystem actually functioning. Institutions do not operate in higher, post-secondary or 
secondary schooling whose statutory duty is educating of teachers of vocational subjects. 
Preparing this category of teacher is not obligatory for higher technical, agricultural, 
commercial etc. schools. In the pertinent higher schools no teaching subject streams and 
specialities are in existence which would prepare people for teaching vocational subjects. 
State higher technical, agricultural and commercial schools organise, alongside directional 
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studies, optional pedagogical education which allow for the gaining of qualifications for 
teaching vocational subjects. 

The running of pedagogical education in technical, agricultural and commercial higher 
education institutions is done without consistent structural-organisational frameworks, as the 
basic decisions in the sphere of education lie within the responsibilities of autonomous higher 
schools. There are also no rules for the financing of programmes of pedagogical education in 
higher educational institutions. 

Directional studies take place in faculties and in institutes; a higher education institution 
must, in order for those studies to be run, fulfil framework requirements as defined by the 
Main Council for Higher Schooling. Pedagogical education is subject to no standardisation 
which would define which organisational unit of a higher education institution, having 
available which resources and such and such a staffing structure, could run forms of studies in 
which teachers’ qualifications may be earned. 

Pedagogical education is run by a multitude of organisational units in higher schools . 7 
Separate units, called multi-faculty Pedagogical Studies, have been set up for that purpose in 
most higher education institutions. Extensive forms of pedagogical education are functioning 
within the bounds of the higher education institutions and may be run by their 
faculties/institutes/ departments of social-pedagogical studies. 

The staffing structure 8 of those centres is quite varied by status and number. Although there 
are some large didactic teams directed by professors and post PhDs., in most centres there are 
teams made up of only several members which are directed by people who hold no more than 

7 Minutes of the meeting of the Pedagogical Educational Unit in Technical, Commercial and Agricultural 
Higher Academic Institutions of 18 March 1997, a document of the Central Methodological Centre for 
Teachers’ Studies at the Higher Pedagogical School in Cracow. 

3 Data from a survey conducted in 1995 by the Central Methodological Centre for Teachers’ Studies of the 
Higher Pedagogical School in Cracow. Informational material. 



a doctorate. People with doctorates and master’s degrees make up the great majority of the 
staff. The staff that is employed by units running pedagogical education is of varied and 
heterogeneous education and qualifications: in pedagogical and social disciplines, in sciences 
connected with the profile of the higher educational institution (technical, agricultural, 
commercial) and further scholarly specialisation in socio-pedagogical disciplines; narrow in 
defined technical/agricultural/commercial disciplines. So far, there are no functioning 
standard structures of faculty qualification for those who run vocational subject teachers’ 
pedagogical education. Regular forms of pedagogical professional development for didactic 
employees of a higher educational institution are an infrequent phenomenon. Neither teaching 
experience in vocational schooling nor practical vocational experience in the direction in 
which potential teachers are trained is required. An academic model for education, an 
overabundance of theory and insufficient practical experience in the conditions and process of 
educating teaching candidates are consequences of that state of affairs. 

Pedagogical education is organised within a simultaneous and consecutive model. The 
underlying form it takes is an optional program of pedagogical studies running parallely with 
the directional studies is. It is organised within day or out-of-school (irregular, evening or 
distance) studies. Besides this, pedagogical education is provided in post-diploma and out- 
of-school forms. 

The education of teaching faculty for schooling in general is a duty of the state and should be 
(directly or indirectly) financed by it. That principle is not fulfilled in the teacher education 
macrosystem. All forms of out-of-school studies are subject to fees and pedagogical education 
is no exception when done in this form. Day studies are by law free of tuition, however 
optional pedagogical studies are usually not encompassed in the studies themselves and have 



